commitment to carefully co-ordinated 'whole-of-curriculum' design in learning and teaching, which requires planning of both the curriculum itself and selected courses within it. The approach also recognises that many law courses (sometimes also described as 'subjects' 3 ) inevitably lend themselves to ethics learning opportunities, which ought to be harnessed appropriately. The implementation of this model, or a variant of it, may lead to a more coherent and effective approach to learning and teaching in lawyers' ethical responsibility than is presently the case in Australia-and perhaps elsewhere too. It is nevertheless acknowledged that the case for 'pervasive ethics' remains controversial, although the arguments for and against such an approach are not canvassed in any detail within the article.
The first part of the article considers the main features of a 'whole-of-curriculum' approach to learning and teaching in legal ethical responsibility and also identifies a number of core design principles to aid in the planning of this approach. Central to this is the idea of a curriculum-wide and over-arching subject in legal ethics, which 'intersects' with regular courses to produce ethics-oriented learning activities within those courses. The second part of the paper proposes a set of curriculum-wide ethics learning objectives that might serve as a basis for 'whole-of-curriculum' planning. These objectives are based upon one perspective of what students might be expected to learn in order to meet graduate outcomes in the area of ethical responsibility, and are merely stated for the purpose of this article rather than discussed at any length. The main aim of the third section is to illustrate, through the aid of a table, how multiple core and elective courses within the regular curriculum might be included in this 'whole-of-curriculum' approach to legal ethics. In the fourth and final section, the nature and meaning of an 'ethics learning activity' is briefly discussed, as well as aspects of the all-important matter of assessment of student learning in ethics.
A 'WHOLE-OF-CURRICULUM' APPROACH TO LEARNING AND TEACHING IN LEGAL ETHICAL RESPONSIBILITY
Arguments for ethics learning and teaching across the law school curriculum are often associated with the work of Deborah Rhode. 4 Rhode's substantial contribution to the area commonly known as 'pervasive ethics' drew timely attention to 'the professional responsibility of educators' 5 to take seriously the possibilities of student learning in legal ethics. According to Rhode, the efforts of educators to 'sharpen' students' 'abilities to recognize and resolve professional dilemmas in the classroom' might help students to develop the sorts of skills they would need as practitioners during their professional careers. 6 In 7 Ibid, 50. 8 Ibid, 32. 9 Ibid, 43-50. 10 pointing to the limitations of a single, separate course in legal ethics instruction, Rhode argued for an 'integrated' , across-the-curriculum approach that placed sufficient emphasis on 'the range and importance of the moral dimensions of legal professional practice' . In her view, the 'primary rationale' for such an approach was precisely that ethical or professional responsibility issues inevitably 'arise throughout the curriculum … in all substantive areas ' , 7 and that to ignore these issues as they arose within these different substantive areas would effectively 'marginalise' their potential importance for daily legal practice. 8 In recognising the challenges 9 in implementing what she also referred to as 'ethics by the continuing method' , 10 Rhode nevertheless thought that 'a well-constructed curriculum' could increase students' capacities to recognise ethical issues, to 'enhance skills in ethical analysis, and build awareness of the structural conditions and regulatory failures that contribute to problems in professional life' . 11 An assessment of the extent to which these arguments for a pervasive approach to ethics in law school have taken hold in America, 12 where they were most strongly articulated in the 1990s, is beyond the scope of this article. Suffice to point out, however, that there is some recent US evidence of the successful implementation of pervasive ethics strategies in some law schools, together with continuing efforts to implement these. 13 However, not all commentators are convinced of the overall success of this approach within the United States itself. 14 But in the context of this article, it is especially noteworthy that some very strong calls for the fuller implementation of a pervasive or similar approach to ethics learning have recently been repeated. 15 In Australia, where the teaching of some aspects of professional responsibility within law school curricula is mandated by accrediting authorities (as it is in the United States), the idea of pervasive ethics attracted some enthusiasm in the 1990s. 16 But this initial interest does not appear to have translated into the kind of programs that Rhode and others envisaged. 17 Nevertheless, the possibility of a curriculum-wide approach to legal ethics learning and teaching in Australia did not recede entirely, owing in part to the emergence of a new literature on graduate attributes and skills in the law curriculum. For example, in 2000, Sharon Christensen and Sally Kift drew on national and international perspectives and developments (including the MacCrate Report in the United States) 18 to argue that the legal curriculum must provide law students with a learning environment that would allow them 'to develop both the generic and specific legal professional and ethical skills and attributes they will need to practise as reflective practitioners in changing and challenging work environments' . 19 Christensen and Kift advocated 'an integrated and incremental approach' to the development of these skills and attributes, 20 'through a process of explicit instruction, practice, feedback and final assessment across the whole of the degree'. As an aid to this proposal, they offered a novel conceptual device, which was that each of the graduate skills thought necessary for inclusion 'needs to be developed as an integrated package horizontally across the particular year of the degree and then vertically through the remainder of the course [ie, curriculum]' . 21 Similarly, and more recently, Roy Stuckey and others in the United States have stated the following 'principle' as part of best practice in legal education: the 'program of instruction [must be] organised to provide students coordinated educational experiences that progressively lead them to develop the knowledge, skills, and values required for their first professional jobs' . 22 One of the central aims of this outcomes-focused approach, therefore, is to avoid the practice whereby student learning in these important areas is artificially, unhelpfully and unnecessarily confined to limited parts of the curriculum.
The likelihood that students will learn, incrementally, in key competency areas as they progress through the curriculum has always been taken for granted in areas such as legal research, analysis and writing. What is significantly different about the scheme of incremental learning envisaged by these authors is that student learning ought not to be left to chance. Rather, students' opportunities for learning about and developing skills or competencies in especially important areas, like ethical responsibility, should be provided on multiple occasions in different courses that lend themselves to learning activities in those particular 17 The most reliable and most recent sector-wide report in 2003 ' (2000) 11 Legal Education Review 208, 213-14. 20 Ibid. 21 Ibid, 221 (emphasis in original). 22 Stuckey et al (n 1) 94.
areas. The overall aim is thus to ensure as far as possible that students develop their abilities to achieve the quality of learning contemplated by the stated graduate outcomes. Learning opportunities in legal ethics, or in other 'graduate attribute' areas, should therefore designedly pervade the curriculum, and these successive learning opportunities should also encourage students to 'deepen' their learning incrementally as they progress through their studies. 23 It follows that the resulting learning and assessment activities should progressively require higher levels of student engagement and standards of performance in assessment activities.
In practical terms, a 'whole-of-curriculum' approach to learning and teaching in legal ethical responsibility could assume many different forms. 24 One particular model, which was developed at Griffith Law School in Australia during and after a lengthy process of curriculum review, can be distilled into the following design principles: 25 1 The nature and quality of student learning in legal ethics learning should initially be expressed as a curriculum goal or as an intended graduate outcome, and this goal should also be expressed in terms of curriculum-wide ethics learning objectives. (A discussion of the formulation of these objectives appears in the next section.)
2 The vehicle in which students' learning opportunities in legal ethics are carried and expressed may be conceived as an identifiable, supplementary subject (a 'vertical subject', 26 to use this label) that spans the entire curriculum. A 'vertical subject' is ancillary to the regular courses in the curriculum-courses like contract, torts and equity etc-and it runs throughout the curriculum from students' first semester through to the last. It aims to encourage student learning in ethics at multiple stages of the student's experience within the regular courses. 27 In one variation of this model, elective courses might also be included in this planning. This possibility is referred to below. 28 In the section 'Locating Legal Ethics Learning Opportunities within Multiple Courses' , below. 29 A 'formative' assessment activity, in the sense used here, involves the giving of feedback in the interests of improving student learning, whereas 'summative' assessment is used mainly to grade students' work. Formative assessment is often informal and spontaneous, such as when teachers comment constructively on the performances of students in classroom discussions. Some forms of assessment can simultaneously be formative and summative. 30 See also Rhode 'Pervasive Ethics' (n 4) on the proposal to ensure that a specialist professional practice course is retained.
4 An overall convenor of the ethics vertical subject should be appointed to co-ordinate the implementation of the subject across the curriculum. This should include the development of a vertical subject outline, which sets out the overall curriculum learning objectives in ethics and identifies all the courses that will contain aspects of the ethics vertical subject.
5 The vertical subject convenor should collaborate with the convenor of each course that hosts aspects of the ethics vertical subject. Together these convenors will implement the ethics vertical subject in that course.
6 Implementation of the ethics vertical subject in each chosen course should initially involve the formulation of suitable course-specific ethics learning objectives (which are aligned with the curriculum objectives), followed by the design of course-specific ethics learning activities to support those objectives.
understand the significance attached to ethics learning in the curriculum and (b) they can respond to the ethics learning opportunities that they encounter in a sustained and co-ordinated way. Appropriate measures must be taken to include full details of the vertical subject in all law school program material.
13 The implementation of this curriculum-wide approach should subsequently be evaluated at various stages, using a range of evaluative measures.
Implementation of the first of these design principles-setting curriculum-wide ethics learning objectives-provides a crucially important foundation for the fuller implementation of this particular model of 'across-the-curriculum' teaching and learning in legal ethics. Without these broad objectives, the formulation of course-specific learning objectives and learning activities will likely lack the direction and coherence necessary for the school to achieve the educational goals it has set for itself. 31 A set of possible curriculum-wide ethics learning objectives is discussed and proposed in the next section, after which an illustration of this curriculum-wide model, based upon these objectives, is also provided.
THE FORMULATION OF CURRICULUM-WIDE ETHICS LEARNING OBJECTIVES
Assuming that one of the goals of legal education is to produce ethically engaged graduates, it becomes necessary to articulate the kinds of learning outcomes that this commitment envisages. 32 Inevitably, the setting of these curriculum-wide desired ethics learning outcomes (or, overall 'objectives') is not a straightforward exercise, unless these outcomes are stated only very briefly, in terms such as 'graduates will be ethically competent' . 33 However, the particular curriculum-wide approach to legal ethics being suggested in this article requires a fuller, more revealing, statement of these objectives. The principal reason for this concerns the need to be able to identify which courses in the curriculum more readily lend themselves to particular aspects of student learning in relation to legal ethical responsibility, such as questions about lawyers' roles, the formal laws of professional responsibility, or students' own experiences in responding to ethical challenges. It will be suggested, below, that some courses are better sites of potential learning for some of these areas of legal ethics learning than others, and that it is helpful if not necessary to take these differences into account in designing a 'whole-of-curriculum' approach. An important additional point is that, as difficult as it might be for curriculum planners to reach a shared understanding of the goals of ethics teaching and learning, 34 this is an essential first step if a concerted effort is to be made to provide ethics learning opportunities throughout the curriculum. Without the shared vision, it will be difficult to plan both the nature and details of the ethics learning activities that need to be implemented at multiple points in the curriculum.
The well-known MacCrate Report in the United States provides one possible foundation for a more comprehensive statement of curriculum-wide objectives in legal ethics. For example, under the general heading of 'Recognizing and Resolving Ethical Dilemmas' the statement contemplates that 'a lawyer' should be 'familiar' with (1) 'the Nature and Sources of Ethical Standards'; (2) 'the Means by Which Ethical Standards are Enforced'; and (3) 'the Processes for Recognizing and Resolving Ethical Dilemmas' . 35 In another contribution in this area in 2002, Andrew Boon favoured 'a broad rather than a narrow ethics education' in England and Wales, observing that outcomes for a 'professional ethics curriculum' would 'not be assisted by the study of codes alone'. He expressed the possible outcomes as (1) 'To Underpin the Ideological Components of Professionalism'; (2) 'To Reinforce Resistance to Practice Cultures'; (3) 'To Inculcate Habits of Ethical Problem Solving'; and (4) 'To Strengthen Professionalism' . 36 One of his conclusions was that an effective legal curriculum 'must inculcate an understanding of the ideals, social role and importance of lawyers as well as the ethical rules they observe. It should also make a more conscious attempt to foster the virtues required in legal practice.' 37 In Australia, as elsewhere, 38 the main focus in compulsory courses on lawyers' professional and ethical responsibilities has most often been on the content of the formal law of lawyering. 39 This means that the predominant course learning objectives have been directed to knowledge of professional legal duties as they appear in statutes, the general law, and in professional codes of responsibility. 40 And, as elsewhere, this approach is often thought to suffer from serious limitations. 41 But in a recent statement, the Council of Australian Law Deans has endorsed a seemingly broader conception of ethics teaching and learning in recommending a focus not only on 'the principles of ethical conduct and the role and responsibility of lawyers' but also on the 'internalisation of the values that underpin the principles of ethical conduct and professional responsibility' . Although neither is expressed as a learning outcome as such, but rather an aspect of 'curriculum content' , they nevertheless reveal something about the kinds of learning outcomes that the Council might have in mind. 42 But in spite of these and other observations about what it is that Australian law students should learn, 43 
The fundamental if not obvious question for legal educators who are committed to improving the efforts of legal education in the area of ethical responsibility is, simply, 'what do we want our students to learn?'. A far more comprehensive and potentially valuable answer to this question can be found in the recent Carnegie report on legal education, 44 which endorses a pedagogy that goes far 'beyond the law of lawyering to a deeper consideration of lawyers' roles' . 45 For example, according to authors William Sullivan and others, If they are to fully grasp the nature of their responsibilities as attorneys, students much achieve a deep understanding of the multiple dimensions of their roles and the arguments for alternative conceptions of the way that meaning should play out in practice. Achieving a firm grasp of these intellectual issues and their implications for legal practice is a challenge but, as challenging as it is, it is not sufficient. Law school graduates who enter legal practice also need the capacity to recognize the ethical questions their cases raise, even when those questions are obscured by other issues and therefore not particularly salient. They need wise judgement when values conflict, as well as the integrity to keep self-interest from clouding their judgement. 46 This and other appraisals of what legal education should attempt to offer students of law in the realm of ethical responsibility 47 suggest the importance of at least two different but interdependent kinds of learning. At the possible expense of oversimplification, the first concerns the question of what intending lawyers need to know about the ethical nature and dimensions of the lawyer's role, while the second concerns questions about what it is that lawyers need to be able to do when they are faced with and make ethical decisions. These two levels are interdependent at least in the obvious sense that the kinds of decisions that lawyers need to be able to make in the course of ethical practice should be informed by broader
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understandings of the ethical and legal dimensions of their particular role within the legal institutions of the society that empowers them. The 'need to know' level is mainly concerned with reaching a thorough but critical understanding of (1) the nature and limits of the lawyer's peculiar role within a legallyorganised society, (2) the justificatory theories about lawyers' work, (3) the nature of the normative environment in which lawyers practise, and (4) whether the formal rules of lawyers' roles provide sufficient decision-making resources for lawyers to meet their ethical responsibilities fully. All of this, to use a different language, is about developing a critical understanding of the notion of legal 'professionalism' and why it must be taken seriously by those aspiring to the lawyer's office. The 'need to be able to do' level, on the other hand, concerns the ethics of the individual lawyer's actual judgments and choices in the 'lived reality' 48 of legal practice. 'Choices' here are taken to mean the morally significant decisions or 'judgments' , that all lawyers must make when faced with ethical dilemmas, and which must be made in order to discharge the unavoidable ethical responsibilities of lawyering. 49 This is the 'ethical decision-making' or 'practice' level of ethics learning, which inevitably is as much about the individual decision-maker as it is about the context, norms and values of legal practice.
These few observations, if valid, suggest five possible curriculum-wide learning objectives for legal ethics, and can be stated as follows:
Graduate law students will be able to demonstrate: 1 a critical understanding of the social purposes and limitations of the lawyer's role within legally organised society and its legal institutions, and the reasons why lawyers have a responsibility to develop an ethical practice that reflects these purposes and recognises these limitations; 5 a developing ability (1) to recognise situations in which ethical issues are likely to arise in a variety of legal practice settings, (2) to recognise the situational complexities that challenge ethical conduct, and (3) to engage thoroughly with and to make ethically justifiable decisions when faced with these situations.
LOCATING LEGAL ETHICS LEARNING OPPORTUNITIES WITHIN MULTIPLE COURSES
Following the steps suggested in the design principles suggested earlier, 50 curriculum planners should next identify which courses are most likely to provide opportunities for the kinds of learning envisaged within the curriculum-wide learning objectives. The latter objectives, from the previous section, can be abbreviated as (1) 'purposes and limits of lawyer's role'; (2) 'justifications for lawyers' work'; (3) 'the law on lawyering'; (4) 'moral responsibility in legal practice'; and (5) 'ethical decision-making in legal practice' . As noted earlier, different courses are likely to provide different learning opportunities in respect of each of these five objectives.
The table below contains an illustration of this whole-of-curriculum approach to the teaching and learning of lawyers' ethical responsibility. Its purpose is to demonstrate that ethics learning opportunities already reside in multiple courses; that some courses are better suited than others to certain aspects of ethics learning; and that with careful planning the variable ethics learning opportunities provided by these courses can complement one another in assisting students to develop better overall understandings of the challenge of ethical practice. In attempting to make all of these possibilities transparent, the table also provides a basis for an ethics teaching and learning framework that students (and teachers) can see and follow. Not least of all, it reinforces the idea that legal ethics learning should not, and need not, be artificially confined to one or two courses in the curriculum and that the entire legal curriculum can be viewed as a large, continuous and co-ordinated experience in legal ethics learning and teaching.
By way of explanation, the first column contains a list of possible courses that provide ethics learning opportunities. These are the courses that would be included within the ethics vertical subject. The column begins with early-degree courses and ends with later ones, including clinic and elective courses. Obviously, the sequencing of these kinds of courses will vary from one curriculum to another. It is also important to point out that there is no reason why other courses should not be chosen as sites for planned ethics learning. The choice of courses will depend upon curriculum planners' determinations of which courses most readily lend themselves to the inclusion of ethics learning activities as part of the learning in those courses.
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The next five columns reflect the five curriculum-wide ethics learning objectives already identified, in their abbreviated format. The numerical value contained in each of the table's cells in these five columns is intended only as a preliminary indication of the potential learning 'value' within that area for the course concerned. In the table, numerical value '1' signifies modest learning opportunities; '2' signifies good learning opportunities; and '3' signifies excellent learning opportunities. The intention here is partly to reflect the likelihood that some courses provide more valuable learning opportunities than others, under each of the five ethics learning areas reflected in the five central columns. For example, the introductory course in legal theory probably provides more valuable opportunities to examine the theoretical justifications for lawyers' work than courses in civil or criminal procedure. Likewise, the latter two courses probably provide better learning opportunities in the law on lawyering than courses on legal theory. However, the actual learning value in each instance will depend very much upon the design and implementation of suitable learning activities (discussed below). The additional potential benefit of this detail is to indicate the expected level of student engagement with each aspect of ethics learning in each course. In a slightly different form of presentation (which is not included here) it would also be possible to reflect the anticipated increase in quality of learning opportunity from the earliest courses to the later ones, in an effort to demonstrate the potential for incremental learning, 51 the idea of which was noted in item 9 of the design principles suggested for this approach. 52 The final column contains some particular examples of course-specific content that could form the basis of ethics learning objectives and activities in the course concerned. Again, it is worth emphasising that these few examples are included for illustration only, and could be substituted, supplemented or developed in far more detail.
The subsequent implementation of the ethics vertical subject in each of these courses should first involve the formulation of suitable course-specific learning objectives, which should be aligned with the curriculum-wide ethics learning objectives. Preferably, these would supplement rather than replace existing course objectives. Next, the course and vertical subject convenors should also collaborate in the design and implementation of course-specific ethics learning activities to support those objectives in each course. These activities, which are the activities that invite student engagement in order to further their learning in the area of ethical responsibility, might either be added to existing course activities (such as when an ethics component is added to an existing assignment item) or be implemented as an entirely new activity (such as when specific issues of ethical responsibility pertinent to that particular course are raised and considered in planned tutorial or seminar discussions). 
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ETHICS LEARNING AND ASSESSMENT ACTIVITIES
To summarise thus far: a curriculum-wide approach to ethics learning requires not only a conceptual understanding of what is intended by legal ethics learning, which should be expressed in clear learning outcomes at both curriculum and course level, but also careful curriculum and course design to ensure that students encounter real and substantial opportunities to learn about lawyers' ethical responsibilities to the extent envisaged by the learning outcomes themselves. These opportunities must be available to students as they progress through the regular curriculum; that is, within the context of their learning within the standard areas of legal study. 53 The term 'ethics learning activity' 54 is merely a label for an activity in which students participate, which is created or facilitated by teachers, and which encourages if not sometimes requires students to carefully consider the ethical dimensions of legal work and the professional responsibilities in meeting them. In short, an ethics learning activity draws students into a contemplation of the meaning of ethical legal practice.
Most, if not all, learning activities take place within settings that are teacher directed, peer directed, or self directed. 55 These include settings both inside and beyond the classroom. Common examples are lectures, interactive presentations, tutorials, seminars and peer-group meetings, together with a variety of self directed learning experiences. 56 All of these have a place within the typical law school curriculum, although the quality of learning associated with each of them varies considerably. 57 The specific student learning activities present within these traditional settings 58 include listening, reading, researching, note-taking, analysing, reasoning, essay and other forms of writing, discussion, debate, hypothetical and other kinds of problem solving, mooting, negotiating, simulating 59 and reflecting. Some or all of these activities may also be evident in formative and summative assessment tasks, which are themselves learning activities of a particular kind. As stated earlier, and under the model proposed here, convenors of both the 'host' course and the ethics vertical subject should work collaboratively to design and implement the course-based activities of learning and assessment that involve one or more of the five broad learning objectives identified above.
In respect of each of the first four learning objectives, the resources and strategies needed to encourage the kind of learning that they mostly envisage-essentially, conceptual knowledge and understanding-are readily available to and routinely used by teachers within the ordinary curriculum of the typical law school. For example, learning in and teaching about lawyers' roles and formal responsibilities are well within the capabilities of the typical law school.
However, the fifth objective ('ethical decision-making in practice') invites particular comment. A vitally important question for legal education is whether non-clinical courses are capable of providing opportunities for the quality of learning needed to develop ethical decision-making abilities. Clinic courses, which involve a 'pedagogical shift' 60 to work integrated and experiential learning, potentially play a key role in encouraging students into a deeper appreciation of ethical practice. 61 In these work integrated contexts, students working under supervision benefit from the 'experience of lived responsibility' 62 through contact with real clients and real cases. In so doing they have to deal with 'relatively unstructured' 63 or spontaneous 64 situations, which leads them to experience the actuality of ethical decision-making. 65 These random, unexpected 66 and real encounters with issues of moral complexity, in which defensible ethical decisions must be made, will probably help take students beyond 'declarative' capabilities into the zone of 'functioning' knowledge, to use Biggs' terminology. 67 Or, to paraphrase Schon, students who must engage with real ethical dilemmas in clinics are far more likely to begin to develop the reflective habits that define the expert problem solver-in this instance the expert who learns to respond reflectively to the unique, contextual dilemmas of practice that contain complex moral dimensions. 68 Many scholars take the view that learning opportunities such as these cannot be reproduced outside the clinic; that in non-clinical courses all engagement with ethical questions and issues is necessarily 'managed in a distant or purely intellectual fashion'. 69 However, the absence of live issues and live clients does not preclude the encouragement of students into a contemplation of the ethical dimensions of legal work, 70 even if these encounters are somewhat detached. In other words, even though the situational context 71 of real ethical decision-making is absent from these ethics learning activities, students can still be encouraged to anticipate what it might be like in a particular situation of moral complexity, and to reflect on the kinds of considerations that they might prioritise (or not), were they required to state a preference and to justify a choice of action. Ethics learning activities in the traditional curriculum can therefore be about the idea of ethical deliberation, even if they cannot get students to do ethical deliberation. In these circumstances, the teacher's main goal would be to create the best conditions possible for thorough student engagement with questions of ethical practice, and also to require the articulation of thoughtful 'justifications' for the 'decisions' or 'choices' that they make. 72 The point to be emphasised here is that it seems extreme to maintain that such learning activities have little or no pedagogical value whatsoever, and it follows that they should therefore be encouraged rather than avoided. 73 Nevertheless, students who avail themselves of the opportunities for ethics learning in both traditional and work integrated courses are more likely to achieve high quality learning outcomes in this area. 74 This in turn also suggests the importance of ensuring that clinicians and teachers in the traditional curriculum work to similar curriculum-wide ethics learning outcomes.
Learning theorists point out that students are likely to regard assessment, rather than learning objectives, as the real measure of what is really important in the curriculum. 75 For this reason at least, it follows that assessment of learning in legal ethics must 'align' squarely with the curriculum and course learning objectives. 76 Furthermore, while it is true that strategies to measure the quality of student engagement with the very meaning of ethical legal practice require closer attention in legal education, 77 it is simply not the case that assessment in this area is not possible. 78 The predominant overall ability to be assessed in this area is the capacity to demonstrate genuine, thorough and thoughtful engagement with questions of moral complexity within the lawyer's world. This requires demonstration of a high level of student performance, well beyond the lower-order 'quantitative' phase of learning (which involves competencies such as 'identify' and 'describe') and into the 'qualitative' zone, 79 which involves abilities such as 'analyse', 'deliberate', 'critique', 'apply', 'reflect' and 'theorise' . 80 But whether formative or summative, ethics learning needs to be assessed according to robust and defensible criteria. 81 Each of the five suggested curriculum-wide ethics learning objectives implies a subset of assessment criteria. For example, learning objective (3), which calls for a thorough understanding of the formal, legal responsibilities of the lawyer's role, together with the circumstances of their application, suggests criteria similar to those used in many courses that assess students' understandings of core areas of law and how the relevant legal principles are appropriately interpreted and applied in different circumstances.
In taking the five learning objectives together, the key areas of learning that these outcomes emphasise are revealed in phrases such as 'thorough understanding', 'critical understanding' , 'recognition' (of situational complexity) and 'critical engagement' . It follows that assessment criteria should be designed to measure, as far as possible, students' performances of the kind of learning quality envisaged within these sorts of competencies. For example, the threshold criteria for some, but not all, assessment items could take the following form: has the student (1) demonstrated a thorough appreciation of the existence, nature and extent of the ethical dimensions of the situation, task or problem (contained within the assessment item)?; (2) demonstrated a thorough appreciation of the nature of the lawyer's role and responsibilities in these circumstances?; (3) been able to demonstrate careful and thoughtful consideration of how the particular issues might be addressed within the prevailing context?; and (4) been able to provide adequate justifications for the answers, responses or decisions reached or given? These kinds of criteria could provide a foundation for multiple 'ethics' assessment items, both formative and summative, across the curriculum. They could also be deployed increasingly rigorously in different assessment items as students progress through the curriculum, which would reflect the principle of progressive improvement in learning in this area. 82 
CONCLUSION
The main object of this article has been to suggest a way in which the law curriculum can be designed to improve law students' ethics learning opportunities and outcomes in the area of professional ethical responsibility. It seems necessary to make the observation that in many ways the 'model' being suggested here amounts to a rather modest set of proposals. It is modest at least in the sense that the multiple learning opportunities envisaged, through the design of course-specific learning activities of various kinds, do not require adjustments to the basic structure of the curriculum. Rather, they require targeted adjustments to the content and structure of individual courses, in accordance with an overall plan. However, even these adjustments would not necessarily involve major revisions at course level. Some might even say, therefore, that this particular proposal does not go far enough.
Yet, even with considerable teacher support, it is probably true that this model, or one similar to it, would be extremely difficult to implement in many law schools. Some of the reasons for this are already well known. 83 While a discussion of the customary challenges that ethics teachers face in this area 84 was beyond the scope of this article, it should be acknowledged in conclusion that curriculum planners could expect to face faculty scepticism and resistance on various grounds. Student apathy, resistance, or even sometimes hostility might also be encountered. There is no point in understating the significance of these sorts of difficulties. Some are not easily overcome, such as the fact that many teachers do not feel competent or comfortable leading their students, within their own courses, into the type of engagement with ethical questions being suggested here. Likewise, there is no point in underestimating the difficulty of even reaching a shared understanding of the goals of ethics teaching and learning in the curriculum, which is an essential first step in the process outlined above. If there is any prospect of addressing these difficulties, however, it probably lies initially with faculty leadership. Without faculty leaders genuinely committed to the goal of a curriculum-wide legal ethics education for intending legal practitioners, none of what is envisaged in this article will be remotely possible.
